Columbia University/Lars Müller, 2016), 297-301. "For architecture in particular, climate change is recasting the boundaries and interconnections that define the field-affirming that architecture is, in fact, a synthetic discipline," she contends. Ibid., 297. 2 These concerns have been acknowledged outside the realms of professional practice and higher education, as well. In 1995, a consortium representing U.S. elementary-level educators asserted that "An interdisciplinary education which draws from the knowledge and processes of multiple disciplines should encourage students to become active learners equipped with the analytical, interpretative, and evaluative skills needed to solve real-life problems." National Council of Teachers of English, "Position Statement on programs are thus tasked with implementing curricular and pedagogical approaches that can better foster what might be called 'inter-or transdisciplinary empathy' in future professionals. program. The course's curricular content, structure, and delivery methods reflected the instruction team's belief in the pedagogical value of place, the importance of foundational transdisciplinary skills and knowledge, and the cultivation of empathetic dispositions in future citizen-practitioners.
The following essay first introduces the unique institutional context for the development of BE200, a significant factor in its design and implementation. It then outlines three pedagogical principles central to the course's conception-pre-disciplinarity, experiential, place-based learning, and instructional scaffolding-before describing BE200's content and successful implementation.
Concluding remarks address the course's potential applicability as a model for built environments education in professional, liberal arts, and other contexts. Ultimately, BE200 represents a potentially effective course model for inspiring critical observation and thinking about cities as dynamic built environments, and for encouraging public engagement and lifelong learning. 6 Complexities and limitations notwithstanding, the authors adopt the general perspective of Graff: "Careful, well-grounded and knowledgeable interdisciplinarity can be-but is not guaranteed to be-a valuable route to answering important questions and resolving or at least redefining problems, both new and old, large and small. It can propel teachers and researchers toward fundamental and more particular criticism and rethinking. It can lead to new approaches to old questions. It can promote conversations and collaboration…." Harvey Graff quoted in Scott Jaschik, "Undisciplining knowledge," Inside Higher Ed, 10 September 2015, accessed 11 May 2016, https://www.insidehighered.com/news/2015/09/10/authordiscusses-new-book-interdisciplinarity.
Washington transitioned to an activity-based budgeting (ABB) system, wherein funds are allocated based on tuition revenues derived from unit courses. 9 The UW BE PhD program, established in 2003 and housed within the office of the CBE Dean (rather than a department), is a unique manifestation of larger trends in non-traditional institutional systems and scholarship in the built environments. Functioning as a sort of interdisciplinary 'fifth space' within the College, it draws from and complements the work of the College's four constituent departments.
10 BE PhD students, who come from diverse backgrounds including design, history and theory, engineering, and public health, are trained to work collaboratively as researchers and practitioners towards the amelioration of significant socioenvironmental problems. 11 Due to its college-wide nature, its explicit interdisciplinary aims, and the diversity of its students' perspectives, the BE PhD program is in an excellent position to develop and staff new, non-traditional course offerings. Such endeavors have the added benefits of providing much-needed funding and professional/teaching development opportunities consistent with the program's mission, 12 while facilitating the expansion of enrollment at the College. Indicative of widespread acknowledgement of this optimal positioning, BE200 was the product of a supportive coalition of volunteer BE PhD students, program faculty and steering committee members, and the College's department chairs and Dean. Acknowledging that larger institutional concerns inspire and shape curricular and pedagogical developments, 13 BE200 was designed to challenge existing curricular pathways while opening students' avenues for less restricted engagement and growth. The CBE's departmental structure and typical coursework patterns generally reinforce longstanding divisions between built environments professions, and professional accreditation standards frequently limit curricular innovation. 14 Indeed, nearly all CBE courses are taught through separate departments;
and though occasionally cross-listed and team-taught in an effort to expand content, they typically fit within the professional and methodological parameters established by their respective fields.
Undergraduate students typically enroll in pre-major courses offered by particular departments (or are required to do so for entry), but there are few opportunities to explore built environments in a truly inter-or transdisciplinary fashion. 15 Students therefore contribute, whether they realize it or not, to the reproduction of disciplinary silos as soon as they begin their studies in the College.
The conception of BE200 is an attempt to address the lack of transdisciplinary opportunities by offering course content that is representative of the College's programs without explicitly yielding to disciplinary pipelines ( Figure 1 ). 14 Accreditation requirements are often cited as limiting factors that prevent more exploratory coursework in professional design schools, despite the fact that (as noted above) disciplines are increasingly obliged to engage in interdisciplinarity by these standards. 15 The recent expansion of joint-degree programs, such as those between architecture and landscape architecture, reflects increased student interest in more holistic approaches to curriculum design at the College level.
Figure 1. UW CBE institutional context and hypothetical student pathways through the
College's course offerings. BE200 functions as an optional pre-disciplinary gateway course within a generally 'siloed' college organization.
Source: authors
Free from professional accreditation constraints because most CBE undergraduate programs are non-accredited, this course functions as an ideal gateway elective most suited for underclassmen interested in exploring-rather than (perhaps prematurely) committing to-built environments and potential career paths.
BE200 Pedagogical Principles
Three primary pedagogical principles emerged from more than six months of exploratory conversations and collaborative preparation: the touchstone concept of pre-disciplinarity, the centrality of experiential, place-based learning, and the use of instructional scaffolding that include traditional lectures and small group discussion sessions with immersive explorations of course content through curated city walks. Contemporary Seattle's dynamic nature greatly inspired the methods and content of BE200, as well, and the city's built environment functioned as a major 
Pre-disciplinarity
Rigorous debate regarding the arguably stagnant state of higher education has produced an array of proposed solutions in the past decade, 17 and interdisciplinarity figures prominently in many. 18 Some have argued for the focused augmentation of specific interdisciplinary aspects of existing interdisciplinary fields, resisting what they see as the 'false panacea' of interdisciplinarity. 19 Others champion the abolition of traditional disciplines and university departments in order to facilitate unrestricted "cross-disciplinary and cross-cultural" scholarship.
20
Indeed, numerous terms have emerged that express this range of approaches to education and practice-including the most familiar ones like 'interdisciplinary,' 'transdisciplinary,' and 'multidisciplinary,' as well as more radical ones like 'post-disciplinary' and 'anti-disciplinary.'
Rather than introducing the built environment as the sum of disciplinary knowledges through the presentation of each separate discipline in succession, as is often done, a 'predisciplinary' approach to built environments education privileges shared topics and perspectives over professional distinctions. Like a successful interdisciplinary course, a 'pre-disciplinary' course supports the broader aim of fostering open-minded thinking among students who might someday be required to adapt in uncertain and unknowable futures, without undermining the importance of specific disciplines and specialist professions. 21 Ultimately, the aim of such an approach is the development of graduates capable of collaborating across disciplines and with members of the non-specialist community, and who appreciate the planet's complexity and the coexistence of multiple worldviews. The prefix 'pre-' therefore connotes the significance of instilling this wider appreciation at an introductory level, occurring in the curriculum chronologically before disciplinary training but without seeking to undermine the value of disciplinary knowledge.
Thus, a pre-disciplinary approach to the built environments would attend to predominant disciplinary ways of knowing, both shared and divergent, as well as the values and perspectives of constituents locally served, while refraining from essentializing disciplinary identities through false distinctions. It furthermore allows students who may yet be unsure of their interests, or potential fields of knowledge and career paths, to tentatively investigate without major commitment or risk.
A pre-disciplinary approach is both interdisciplinary (in that it assembles and synthesizes disciplinary knowledges) and transdisciplinary (in that it seeks to foster ways of knowing that transcend disciplinary methods). Thus, such an approach can accomplish two primary goals: it can establish the foundation for more effective public engagement and collaboration among disciplines by introducing ways of knowing that can instill 'inter-or transdisciplinary empathy,' and it can illuminate disciplinary 'blind spots' by shedding light on issues that fall between or beyond the traditional epistemological purview of disciplinary matrices. Empathy entails respecting differences in worldview as meaningful contributions to decision-making among future design practitioners (and citizens at large). Indeed, the multicultural nature of cities and the need for more pluralistic approaches to their planning and design necessitates the type of cultural literacy cultivated by such empathetic perspectives. 23 Blind spots would include issues traditionally overlooked by the collective fields and professions associated with the built environments. For example, concepts like spatial justice or informal urbanism, the concern of fields like urban studies and geography for several decades, have only recently received attention within the academy's built environment programs. The further exposure of blind spots in academia could effectively mitigate some of the not uncommon disconnect between the concerns of professionals and students, thereby enhancing the relevance of both education and practice.
Experiential and Place-Based Learning
Direct experience with one's surroundings, presumably the preeminent mode of premodern education, 24 offers much to contemporary teaching and learning because "The vitality of human settlements cannot be adequately experienced second-hand" or abstractly.
25 While substantial developments in technology-based pedagogies have been made in recent decades, and digital media continue to expand opportunities for learning beyond the confines of the traditional classroom, the intentionally 'analog' approach adopted by the BE200 team successfully immersed students, as active agents, in the subject of their study. 26 As Joplin writes in her explication of experiential education, "Direct experience provides the substance from which learners develop personal meaning." 27 By connecting to places viscerally and sensorially, learning is less mediated and more complicated-both factors that are important for appreciating the built environment as a subject. Importantly, experiential and place-based education can also be antidotes to some of the drawbacks of classroom-based learning, wherein students are separated from real world environments and life situations. 28 As Smith argues, "The primary value of placebased education lies in the way that it serves to strengthen…[students'] connections to others and to the regions in which they live." 29 It can furthermore improve achievement, but more importantly, he continues, place-based education "helps [students] overcome the alienation and isolation of individuals that have become hallmarks of modernity."
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Those engaged in place-based learning processes benefit personally from their experiences largely because spaces themselves can act as teaching tools, a point made succinctly by Gruenewald when he says that places are profoundly pedagogical. That is, as centers of experiences, places teach us about how the world works and how our lives fit into the spaces we occupy. Further, places make us: As occupants of particular places with particular attributes, our identity and our possibilities are shaped.
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Not only are spontaneously experienced places inherently didactic, but through mediation by instructors their educational potential is harnessed and focused towards specific instructional goals. Foregrounding experiential learning, particularly in introductory courses, demystifies complexity. It allows students to reflect upon and critically challenge their pre-existing interpretations of the built environment, as well as their emerging perspectives on intellectual ideas. It allows them to experience urban spaces and moments with which they are likely already familiar through an increasingly informed and transformed perspective. Employing the surrounding urban environment as a pedagogical space offers students and instructors a shared point of reference, in effect democratizing access to course material. But, more importantly, it provides an opportunity for students to recognize through discussion that others can interpret the same point of reference in a multitude of meaningful ways. That is, students are presented with (and hopefully come to appreciate) the inherently multivalent built environment through the richness of multisensorial experience, as well as the diversity of perspectives represented in their learning community.
Emerging from the human experience as is an inherently open-ended and personal method, experiential learning is a fruitful pre-disciplinary pedagogical mode. Through curated walks, students can come to appreciate the state of the built environment, as well as the particular manifestations of the course themes. The concept of walking as an informative experience has a long history, particularly within the modern urban context. Charles Baudelaire, for example, championed the "gentleman stroller of city streets" and the "botanist of the sidewalk" in a rapidly modernizing Paris, cultivating the character of the nineteenth-century's ambling urbanite or flaneûr. 32 A century later, Kevin Lynch inspired environmental designers and planners through his seminal work on urban "imageability," The Image of the City, and made clear the significance of walking as a means of transportation and method for visualizing and knowing the city's form.
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Writing further on everyday spatial practices, Michel de Certeau famously ascribed to walking the ability to make spaces when he asserted that "space is a practiced place...transformed by walkers" who give the city meaning. Wunderlich presents walking as "an embodied practice with specific lived qualities," but also a critical "mode of experiencing place and the city," and thus "an aesthetic and insightful spatial practice." 35 She identifies three primary modes of walking, categorizing the activity as "purposive,"
"discursive," and "conceptual." 36 The first mode includes walking as intentional and explicit transportation, while the second is aimless wandering in the style of the flaneûr or a Situationists' spontaneous dérive. "Conceptual walking," however, involves the thoughtful exploration and engagement with space and as such describes the type of focused critical experience of place endorsed by BE200. A "reflective mode," conceptual walking is therefore a "creative response to our interpretation of place," or more simply "a way of gathering information, or critically building awareness of urban environments." 37 Walking, conceived in this way, provides significant opportunities to engage dynamic built environments through multiple senses and with a critical awareness fundamental to BE200.
Walking to learn is a particularly compelling method within the larger context of an incredibly dynamic Seattle in which the interconnected nature of constructed environments and related socio-cultural issues is abundantly apparent. Experiencing technology industry-inspired population growth at levels on par with the Klondike Gold Rush, the city is now undergoing considerable demographic shifts and restructuring. Ibid., 132. Jacks' conceptualization of "merging" through walking-"plunging into the immediate environment" with a "heightened sense of awareness of time and consciousness"-relates to Wunderlich's "conceptual walking," opening opportunities for more embodied practices of creative walking that extend beyond the BE200 pedagogical framework, and therefore demonstrating the theoretical potential of walking as a creative act. See Ben Jacks, "Reimagining Walking conversations and publicity generated by such change, tumultuous for many, has seeded fertile ground for the study of contemporary built environments and the complex processes linked to their generation and development. The complexity and urgency of such immediately relevant, built environment-related issues underscores the need for novel approaches to educating those involved in designing, planning, managing, and interpreting the city. While engaging the constructed environment directly through walking functioned as the most central learning mode, the broader learning goals of the course were pursued through the use of a variety of scaffolded activities and delivery modes.
Instructional Scaffolding
Undergraduate-level, pre-major, elective courses arguably tend to attract a wide range of learner types, including those with preferences for auditory, visual, reading/writing, and kinesthetic modes of learning, as well as those from diverse linguistic, cultural, and academic backgrounds.
For a course with pre-disciplinary motives, exploring knowledge and facilitating engagement with the built environment using methods meaningful to a diversity of learning types is particularly appropriate. 41 Pedagogically, the diverse ways of knowing and being embodied within the built environment and its related professions warrant the inclusion of multiple activity and participation structures, or a variety of ways that students can engage with course material-socially, cognitively, and physically. 42 Furthermore, the complex composition of the city warrants the use of what one might label a 'mixed qualitative methods' approach to teaching, just as it often applies to effectively researching built environments. Thus, any attempt to introduce the built 41 Gardner's theory of "multiple intelligences" suggests that courses employing a broad array of frameworks and methodologies will enhance student engagement, and thus learning. environments in its broadest conceptual sense-as an object, subject, and pedagogical settingwould be improved through the deployment of multiple activity structures, while considering how the theories of learning underlying these structures might have a complementary rather than a contradictory effect on student development. To these ends, BE200 creators adopted an instructional scaffolding approach, organizing the course around an integrated set of delivery modes and activities.
More traditional forms of content delivery, such as 'live,' instructor-delivered lectures, remain effective for stimulating higher-order thinking in an age of flipped and hybrid classrooms.
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In courses adopting an experiential approach to learning, such modes of delivery that are not Each iteration thereby informs and enriches subsequent learning moments. The intent of such a scaffold is to support students as they move from pre-course conceptions, to initial (re)exposure and active engagement through the class, to the cultivation of a personal critical perspective.
Ultimately, a pre-disciplinary and immersive course using mixed qualitative methods can facilitate what Fink calls "significant learning" experiences, wherein students develop knowledge of foundational information, practice critical thinking and connect ideas, cultivate compassion for the human dimension, and develop better learning practices. 48 This type of integrated competence, difficult to achieve through institutional course distribution requirements, can be effectively accomplished through the development of pre-disciplinary and experiential gateway introductory courses such as BE200. 49 Carefully designing the course to maximize engagement and pedagogical diversity has proven effective for the entire BE200 community of learners (including both students and instructors), and what follows is an account of its structure and content, which may serve as a model or inspiration for others with similar objectives.
BE200 Course Design and Structure
BE200 was designed to specifically address the various needs of the University, College, BE PhD program, faculty, and students, and to engage the city of today in an insightful and compelling fashion. In developing the class structure and content, the course development and instruction team (comprised of three advanced BE PhD students and a faculty advisor) maintained the aforementioned core principles-pre-disciplinarity, experiential and place-based learning, and instructional scaffolding. Course objectives included introducing students to the array of culturally 47 Joplin, "Experiential, " 17 and 19. 48 Fink, Creating, [34] [35] [36] [37] . 49 Kolb, Experiential, 285. significant and enmeshed issues related to contemporary built environments, supporting students' personal development in terms of interpreting and articulating built environment-related themes, and introducing students to Seattle as a physical and dynamic manifestation of these themes with lived consequences. The CBE's desire to see increased enrollment in college courses and programs and the cultivation of a broader appreciation of built environments fields amongst the general public was also considered. Finally, for students enrolled in the course-most of whom came directly from high school, and many of whom hailed from overseas-the class provided an opportunity to better know Seattle and to explore built environments issues at an accessible, introductory level.
Course Content and Themes
Impressed and inspired by the dynamic nature of Seattle today, and mindful of its potential as a thoroughly engaging learning environment, the course instruction team identified a series of thematic lenses through which one might approach built environments in general. Critical issues broadly relevant and easily engaged in Seattle-including natural and urban cultural landscapes, public space and access, transportation and equity, the past and preservation, globalization and urban identity-were captured by Green City, Public City, Mobile City, Historic City, and Global City course themes. These topics relate to the disciplines of architecture, urban planning, landscape architecture, and construction management in different fashions and at different scales, overlapping and linking up in meaningful ways that highlight the truly trans-and interdisciplinary nature of the city's form and function, making them particularly appropriate. For example, historic preservation concerns influence decision-making regarding transit infrastructure and rebuilding for increased densities in a globalizing city, while proposed transportation projects also inherently engage issues of economic development, environmental sustainability, and equity in public service provision. Clearly applicable to Seattle and beyond, these themes also engage many of the research interests of CBE faculty and doctoral students, a decision strategically made to see the course reflect and respond to the College's ongoing scholarly activity. Though far from an exhaustive set, this group of interrelated themes functions as a strong and expandable core for BE200.
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Course Structure and Process BE200 featured five modules corresponding to its five primary themes. Each module, a complete action-reflection cycle, was structured around a curated, theme-based walk, each of which was framed by both in-class and out-of-class activities (Figure 3) . stages (see Joplin, "Experiential") to improve 'significant learning.' BE200 consists of five of these modules, each with a different theme.
Source: authors
The modules each included a full lecture, a walk, and a smaller group discussion session, as well as a short writing assignments based on assigned readings and in response to individuals' experiences during the walks. The implementation of the modules followed the experiential learning focus-action-debrief phasing suggested by Joplin. The course also included introductory and concluding lectures (the former on the Changing City and the latter on the Future City), as well as a final session designed to introduce students to the College's four departments and their programs. This last class underscored the ways in which the disciplines might address the issues explored in the course, and functioned as a potential segue into the disciplinary CBE coursework students might undertake after completing BE200.
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As stated above, each thematic course module-Green City, Public City, Mobile City, Historic City, Global City-consisted of three parts, including a lecture, an independently conducted walk completed at students' convenience, and a follow-up discussion session, with out-of-class reading and writing assignments interspersed. Lectures focused on the module's specific theme and drew in part upon readings assigned to students for that module. Texts at this stage were chosen to introduce basic concepts in language appropriate for target students'
learning levels and to compellingly preface the theme-based walk, while at the same time highlighting specific, critical stances. For example, readings (and lectures) articulated causes including ecological conservation, protest and activism, and reduced discrimination in planning.
Wherever possible, theoretical pieces were supplemented with complementary, Seattle-based case studies. For example, within the Public City module, students read from Jeff Hou's Insurgent Public Space about the regulation of the public realm, as well as Witold Rybczynski's architectural review of Seattle's City Hall and Central Library (both of which students would visit during their walks). 52 This pairing was done to lay the groundwork for making connections between theoretical ideas and their built manifestations in the city, both in the classroom and on the street. Given the pre-disciplinary and introductory nature of the course, reading content often emerged from 51 Ultimately demonstrating the relevance of the BE200 approach, the presentations made by department representatives conveyed significant (transdisciplinary) overlap in terms of contemporary concerns and methodological approaches, with each discipline considering 'the city' in its totality to fall within their purview. The session was also helpful for clearing up misconceptions about the professions, such as the true nature of landscape architecture (i.e. that it is more than just planting ornamental flora).
humanities, literary, or popular media perspectives, rather than publications intended for professional or bureaucratic audiences.
As walking is an acknowledged form of embodied information-collecting with great potential for individual learning and interpretation, the course's thematic walks were its hallmark features. More than simply self-guided walking tours through different Seattle neighborhoods, the specific routes were chosen in order to reinforce each module's theme, expose participants to a variety of built morphologies and neighborhoods, and provide diverse opportunities for individual exploration and critical thinking (Figure 4) . . Five walks were strategically paired with neighborhoods deemed most appropriate for each theme's exploration. All routes were accessible via public transportation from campus (marked with 'W') and intended to be completed in about ninety minutes.
Source: authors
Ranging from 1.65 to 2.3 miles in length, the walks were designed to be completed in ninety minutes, or the length of the class period. Their duration depended on students' speed and level of engagement, however, because at times participants were invited to deviate from planned itineraries and to explore accessible interior spaces in potentially meaningful moments of independent discovery and contemplation. Logistical information, routes, and points of interest were included in walk guides designed by instructors and distributed to students in hard copy ( Figure 5 ).
Figure 5. BE200 walk guide example (2015).
Printed copies of a four-page guide (8.5" x 11" when folded) were distributed for each thematic module. Students were encouraged to sketch and take notes on their copies, and expected to insert replies to specific prompts in the blank spaces on pages three and four. Essay reflection prompts were placed at the end of the last page.
Source: authors
In addition to leading students through the streets, the walk guide presented basic facts about features of the streetscape and routinely asked students to pause and consider their environment and experiences in relation to the module's theme. The walk guide included spaces for students to take notes and sketch in response to queries or as they deemed necessary en route, thus rendering the document a personalized record of one's observations and thought processes, as well as a useful tool for later review (Figure 6 ). Participants were encouraged to actively take notes while walking in order to record their personal experiences and impressions.
Source: authors and a BE200 student
For example, while walking through Seattle's Ravenna neighborhood during the Green City module, participants were asked to pause, observe, and note thoughts on the effectiveness of a sidewalk art installation intended to raise awareness of a rerouted and partially restored waterway.
By discouraging the use of 'smart phone' navigation aids and inviting students to rely as much as possible on the printed walk guide, instructors sought to encourage maximum multi-sensory engagement with the dynamic built environment. That said, facilitators invited participants to photograph the built environment during their walks, not to simply document sites and collect information, but to generate personal "creative encounters" through a medium popular among today's youth. and walk experiences. These more synthetic questions tasked students with, for example, considering the validity of the conventional city/nature binary or assessing competing interests of downtown public space management. Participants completed each short response essay, the maximum length of which was 500 words, in advance of each module's final session-the small group discussion.
"Conversational learning" was achieved through regular small group discussion sessions, 54 during which students were invited to report on their walk experiences and discuss sites and moments they considered relevant to the module's theme. 55 Activities, including thought exercises, sketching, and brainstorming sessions, followed and drew upon walks, as well as module lectures and previously assigned readings. These relatively informal meetings also provided opportunities for the reinforcement of particularly salient issues while cultivating a sense of community among students whose participation fueled the sessions. In order to further inspire conversations during these hour-long periods, a second set of readings was assigned for each session (see Figure 3) . Generally shorter than earlier pieces read prior to lectures, these texts were typically chosen to underscore the modules' themes and facilitate connections between
Seattle and cities elsewhere. They were often site-specific or focused thematically. For example, the Historic City module included texts on Seattle's evolving preservation movement, and for the discussion session, a more theoretical text on gentrification. 56 During that particular session, students were tasked with adopting the roles of different constituents for a staged debate on plans to demolish an 1920s-era building to make way for a luxury apartment complex-a regular occurrence in today's Seattle (see Figure 2) . The instructional scaffolding for each module thus 54 Effective "conversational learning" requires spaces that "integrate thinking and feeling, talking and listening, leadership and solidarity, recognition of individuality and relatedness, and discursive and recursive processes." See Kolb, Experiential, 298. 55 These sessions typically began with a brief discussion of several more provocative Instagram postings, which proved to be an effective conversation 'jump-start.' 56 Japonica Brown-Saracino, "What is Gentrification? Definitions and Key Concepts," in The Gentrification Debates (New York: Routledge, 2010), 11-18. included lectures, texts, walks, and discussions, providing reflective opportunities for critical thinking and communication through reading, listening, writing, and talking. The cumulative effect of this was intended to maximize exposure to course content, relevant literature, and real spaces, while fostering learning at three social scales-whole-class (lectures), small-group (discussion sessions), and individual (walks, reading, writing).
Several of the activities described above provided opportunities for performance assessment. In addition to the short reflection essays, instructors evaluated general participation in small group discussion sessions, during which participants submitted their walk guides.
Instructors assessed students' level of engagement through written notes and sketches on their personalized walk guides and learned that the vast majority of participants completed walks and demonstrated critical engagement. 57 Finally, two exams were given during the ten-week term, each of which was multiple-choice and drew upon the totality of assigned readings, lectures, and walk guide content. Course grades were thus based upon a variety of performance types that required not only data retention, but also critical thinking and creative response generation in several reflective modes.
Conclusion: Facilitating Lifelong Learning in Built Environments
The BE200 approach, with its pedagogical emphasis on pre-disciplinarity, experiential and place-based learning, and instructional scaffolding organized in successive action-reflection cycles, substantially enhanced students' engagement with course themes, Seattle, themselves and each other. Profoundly, some students cultivated new perspectives that in several cases prompted an ontological shift in their understanding and approaches to the built environment in their everyday lives. The course "made me think about my environment in a new way and be more 57 85.3% of individual walks were completed, based on the number of walk guides submitted by students.
reflective in my observations," said one student in their post-course anonymous evaluation ( Figure   7 ). sharing lecture and reading notes, and designing walks and walk guides collectively as active participants in the entire course development and implementation process, members fostered a genuine culture of collaboration within a mutually supportive and invested cohort. In fact, the entire BE200 process functioned as an enriching experiential learning moment of its own, in the mode of Joplin, with its course development, course implementation, and this reflective essay functioning as a complete (and repeatable) action-reflection cycle with its focus, action, and debrief stages. For the CBE, this kind of course remains attractive as a means for recruiting students into the College's various programs, and in that regard BE200 appears to have been successful. 58 For the larger University, it can serve as a facilitator of local place attachmentparticularly important for retention in large campus settings where many incoming students can feel overwhelmed or homesick. For example, the new awareness of one's urban surroundings prompted by the course inspired a change in one student's self-identity: "After taking this course, I feel like I can more accurately call myself a Seattleite."
The success of BE200-which is now to be a permanent, but flexible, feature of the UW CBE curriculum-need not be limited to its current form and context. Indeed, BE200 will change as its team of facilitators evolves and brings new interests and expertise to the process, and its broad themes and walk routes will change as Seattle does. A class like this could certainly work in other urban contexts, however. While Seattle offers a great deal due to the dynamic nature of its current state, all places can contribute to the holistic education of built environments students.
Critical observation and careful course planning can expose salient themes elsewhere, and their framing through inter-or pre-disciplinary lenses can introduce students to broadly relevant issues embodied by specific locales. Place-based and immersive methods can be useful anywhere because, as Gruenewald says, "What we know is, in large part, shaped by the kinds of places we 58 A majority of surveyed students (72%) reported in their post-course evaluations that they would consider taking future courses offered by CBE departments.
experience and the quality of attention we give them." 59 Not only are the benefits numerous, but the approach is timely, as "teaching about place is especially relevant in the increasingly mediated educational environments of the twenty-first century." 60 Whereas none of the strategies deployed in BE200 are without precedent, and certainly "nomadic" and place-based courses have been executed, 61 the particular way in which BE200 was structured and its content framed and delivered can serve as a flexible model for educators seeking to implement courses and/or curricula that introduce students to the built environment prior to incorporating them into traditional disciplinary frameworks.
BE200 aims for more than just the general comprehension and retention of course content; rather, most pertinent for introductory built environment educational contexts, it promotes the synthesis and modes of learning that many students will encounter in discipline-specific curricula. The potential of BE200 and classes like it is far greater, however, than merely training a generation of competent built environments designers and specialists capable of collaborative and socially impactful practice. For professionals, but also for those who engage with the built environment only through lived experiences, there is a broader social value to perceiving cities as both incomprehensibly and unpredictably complex and the product of collective, human agency. The course's focused learning experiences enhance thoughtful observation and active interaction with the real world, thereby cultivating broad-thinking, critically inquisitive, and empathetic citizens-indeed, traits relevant for both professionals and citizens at large, all of 59 Gruenewald, "Foundations," 645. whom could benefit from enhanced lifelong learning attributes related to the built environment.
Professionals may come to optimally address the increasingly complex challenges facing the globe; but more fundamentally individuals, cognizant of their own personal agency, may come to see themselves as members of a larger creative community engaged in the creation, use, and management of the constructed environment. By "facilitating integrated development in affective, perceptual, cognitive, and behavioral realms" the experiential aspects of the course have the potential to do more than just effectively educate future architects and planners in their disciplinary realms. 62 Indeed, "Educating the whole person means that the goal of education is not solely cognitive knowledge of the facts, but also includes development of social and emotional maturity." 63 In its exploration of the deeper meaning of ideas and reevaluation of assumptions underlying them, the BE200 model contributes to the training of observant and engaged citizens who both think and act critically, thus ultimately attending to the ever-relevant, aspirational mission of higher education.
